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Introduction gccasmnal
| am delighted to introduce the first of a series of Occasional Papers aper

that | am providing to all sites. The purpose of the Occasional Towards a Culture
Papers series is to provide information about strategic and topical of Inquiry in DECS
issues facing education in SA and, more broadly, to spark Professor Alan Reid"
discussion and dialogue on these topics. September 2004.

As education in SA continues to evolve and change, it is important
that we keep a focus not only on today’s issues but those of the
future. By inquiring about possible future scenarios and implica-
tions for education we can be well placed to maximise opportuni-
ties for children, students, their families and the community.

| intend to release Occasional Papers periodically and | ask you
to consider the content and use the papers as discussion starters
with your staff and your school community, as appropriate.

The first paper focuses on creating a culture of inquiry in our de-
partment and has been written by Professor Alan Reid. Professor
Reid was seconded at the beginning of this year to explore how
we could create a systemic approach to developing a culture of
inquiry across the department.

Future papers will cover areas such as Learning and the Brain,
Using Demographic and Population Information to Plan for Fu-
ture Education Services and Student Well Being.

Working within a culture of inquiry will offer us the opportunity to
enliven professional discussion about pedagogy and curriculum
that will impact on improved teaching and learning. In order to
support the implementation of a culture of inquiry, | will be provid-
ing an opportunity for two staff in each district to undertake post
graduate study on inquiry. | will provide more details on this ini-
tiative in the future.

The impact that you as educators can have in promoting debate
and challenging your colleagues and communities is substantial.
Just as the South Australian Government’s Adelaide Thinkers in
Residence program stimulates new ideas and new directions for
South Australia, the Occasional Papers will provide stimulating
content that | trust will lead to creative thinking about future di-
rections in public education in South Australia.

Steve Marshall
Chief Executve




Towards a Culture of Inquiry in DECS

Professor Alan Reid

1. Why should an education system develop a culture of inquiry
and research?

Contemporary times have been labelled as the end of certainty (e.g. Kelly, 1992). That is, the
confident 20" century belief that scientific rationality can solve all our social and environ-
mental problems has been replaced by a recognition of the greater complexity and ambigu-
ity of late modern times. In all countries, economic, political and cultural globalisation,
accompanied by new communication technologies, are affecting every aspect of our lives,
including work, family, communities, citizenship and identities. The nature and speed of this
change have significant implications for education because it redefines the sorts of capabili-
ties that are needed to live in the 21st century.

Kress (2000), for example, maintains that the scale of change calls for an ‘education for
instability’ by which he means that education for the stabilities of well-defined citizenship or
participation in stable economies must be replaced by education for creativity, innovativeness,
adaptability, and ease with difference and change. This form of education would seek to
promote in children and young people the capabilities to generate new ideas, insights and
explanations to meet the challenges of the changing contexts in which they live. The flurry of
curriculum reforms around the country — invariably represented by a new policy or product —
are evidence that this point is by now well accepted. And yet there has been little focus by
education systems on what it means for the work of educators.

This paper is based on the belief that in the 21 Century, educators need to be inquirers into
professional practice who question their routine practices and assumptions and who are ca-
pable of investigating the effects of their teaching on student learning. There are at least two
reasons for this assertion. First, many of the issues facing educators today are context-bound:
they are not amenable to universal solutions. That is, educators face the considerable chal-
lenge of designing curricula for local contexts that are flexible enough to address the rapid
growth of knowledge, and that recognise the increasing religious, cultural and ethnic diversity
in their student populations. Clearly support within the system (e.g. Central and District Office
support) is crucial in assisting educators to meet these challenges. But just as clearly, educa-
tors must themselves have the capacity to be always deepening their understandings of teaching
and learning through reflection and inquiry. Second, if the task of educators is to develop in
children and young people the learning dispositions and capacities to think critically, flexibly
and creatively, then educators too must possess and model these capacities.

This argument has significant implications for the way in which the work of educators is
understood. From this perspective, educators are professionals who are able to theorise
systematically and rigorously in different learning contexts about their professional prac-
tices - including the issues, problems, concerns, dilemmas, contradictions and interesting
situations that confront them in their daily professional lives; and can develop, implement
and evaluate strategies to address these. That is, educators are understood as people who
learn from teaching rather than as people who have finished learning how to teach? (Darling-
Hammond, 2000).

If being an educator in the 21t century centrally involves the capacity to inquire into profes-
sional practice, then the notion of inquiry is not a project or the latest fad. It is a way of profes-
sional being. The question that needs to be asked is not whether educators should be inquir-
ers into professional practice, but how they can improve the learning and wellbeing of children
and students by continuing to build their inquiry capacities throughout their professional lives.

Of course, in South Australia there are many educators in sites who investigate their prac-
tice as a matter of course. We are not starting with a blank slate. And yet, how well equipped
is our education system as a whole - its structures, processes, and practices — to support
and sustain educators as inquirers into professional practice? Most education systems op-
erate on an understanding of educators as technicians whose job it is to implement policy
and curriculum products designed by others. Ironically one of the responses to the speed of

“If being an educator in
the 21t century centrally
involves the capacity to
inquire into professional
practice, then the notion
of inquiry is not a
project or the latest fad.
Itis a way of
professional being.”
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change has been to strengthen this view. Thus, often the reaction to the challenges of the new
environment has been to devise and implement more policy, produce more packages and
construct more accountability mechanisms. [t is a traditional response to a new challenge.
Not only does it make it more difficult to conduct inquiry in sites, it largely ignores the knowl-
edge produced from site-based inquiry as a key source of information for policy development.

One alternative to the dominant approach is to establish a system that organises its prac-
tices upon and around inquiry and research. This would mean moving from the well worn
path of producing and imposing more products as a response to new challenges, to an
approach that focuses on the strengthening of professional capacity and agency. This does
not mean that educational resources and policies are not needed. Rather, it suggests that
these should be more responsive to the insights and issues that emerge from a process of
“I understand inquiry to be inquiry and research. That is a very different dynamic.

a process of systematic, . . L .
n y While there are many examples of educators who function as inquirers, what is not apparent

rigorous and critical anywhere in South Australia, Australia or internationally, is a system that has institutionalised a
reflection about system-wide culture of inquiry and research through its structures, processes and environ-
professional practice, and ment. This is the exciting challenge for the state. In this paper | intend to speculate about

some possibilities for moving in this direction. | will base my speculations on a number of
assumptions, the most central of which are that the most powerful and enduring change
occurs, in ways that occurs through democratic processes grounded upon relationships of trust. First though, | will
question taken-for-granted describe in a little more detail what is meant by inquiry and how it relates to research.

the contexts in which it

assumptions.”

2. Coming to terms: Inquiry and research

There is a wealth of research and professional literature that focuses on inquiry, also referred
to as reflective practice. Its beginnings can be traced back to the work of John Dewey
(1933/1958), but it is in the last 20 years that the literature has burgeoned through the writing
of scholars such as Schon (1983, 1990), Goodman (1984), Cochran-Smith and Lytle (1993),
Zeichner & Liston (1996) and Farrell (2004). Not surprisingly, this literature is not uniform in
its understanding of inquiry, and so what follows is one interpretation.

2.1 What is inquiry?

For the purposes of this paper, | understand inquiry to be a process of systematic, rigorous
and critical reflection about professional practice, and the contexts in which it occurs, in ways
that question taken-for-granted assumptions. Its purpose is to inform decision-making for
action. Inquiry can be undertaken individually, but it is most powerful when it is collaborative.
It involves educators pursuing their ‘wonderings’ (Hubbard & Power, 1993), seeking answers
to questions or puzzles that come from real-world observations and dilemmas.

Inquiry is not just a technical activity, focusing only on how to make existing practices more
efficient. It has two other important dimensions. The first - a conceptual dimension - in-
volves educators analysing the reasons for actions taken, such as examining the theory
behind their practices and exploring alternatives. And the second - a critical dimension -
involves justifying what is done in relation to the moral, ethical and socio-political issues
associated with practice and looking at the external forces and broader social conditions
that frame it, in order to gain greater understanding (Farrell, 2004). Critical forms of inquiry
are centred on a commitment to equity and social justice. Thus inquiry involves the follow-
ing sorts of reflective questioning:

e what am I/are we doing in relation to this practice/issue/question/puzzle (eg in the class-
room/school/district/central office);

e why am |/are we doing this? (eg what theories are expressed in my/our practices, and
whose interests do these represent?);

e what are the effects of these practices? Who is most advantaged/least advantaged?;

e What alternatives are there to my/our current practice? Are these likely to result in more

just outcomes? What will I/we do? How will I/we monitor these changes in order to
assess their outcomes?
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2.2. When does inquiry happen?

It can be argued that there are three major ‘moments’ when inquiry/reflective practice can
be undertaken. The first of these is making decisions about events as they happen, such as
during the course of a play-group. Schon (1983) called this reflection-in-action. He argues
that we use an ingrained ‘tacit’ knowledge within the workplace which becomes routine. It is
crucial knowledge because we cannot be constantly questioning or reinventing everything
we do. However, when new situations present themselves and our established routines
don’t work, we need to be able to think on our feet by assessing the situation and engaging
in some on-the-spot experimentation. The capacity to ‘reflect-in-action’ is one that can be
worked on and developed.

The second inquiry ‘moment’ involves thinking about work practices after an ‘event’, such
as a lesson. Schon (1983) called this reflection-on-action. Sometimes this can be an infor-
mal and thoughtful consideration about the theoretical assumptions that inform a particular
practice and what alternatives there might be. This might take place over the course of a
few hours or days before action is taken Sometimes it can be a more systematic examina-
tion of an issue, problem or success, taking place over a period of weeks or months. It
might involve gathering and interrogating data, theorising, arriving at strategies, and decid-
ing when and how to implement the strategies.

The third inquiry ‘moment’ involves being engaged in proactive thinking in order to guide
future action. This might be called reflection-for-action (Killon & Todnew, 1991). It brings
together the other two inquiry ‘moments’ as the educator prepares for future action on the
basis of his/her knowledge of what happened during a particular event and the reflection
that occurred after that event. It might be triggered by any number of factors, such as data
that has been gathered by the teacher or the system; by an intuition that something is
amiss; or by the desire to understand why something seems to be going well so that it can
be repeated.

2.3 Who is involved in inquiry?

It will be argued in this paper that all those involved in education systems - those whose
main role it is to support educators as well as those directly engaged with children and
young people — should be inquirers into their professional practices. Given the interdepend-
ence of these roles, the question of who is involved in specific processes of inquiry will vary
according to the context and circumstances.

As a general rule, those who are most affected by the focus of the inquiry will be involved. In
education this is seldom easy to determine and it does raise some interesting questions. For
example, a classroom teacher may decide that the focus of her inquiry is a puzzle associ-
ated with her teaching. In those circumstances where decisions need to be made in a short
space of time (e.g. reflection-in-action), she will inquire on her own. In other circumstances
where the matter is not as urgent or is complex (e.g. reflection-on-action) she will work with
others.

Inquiry is often more powerful when it is conducted with invited others — perhaps other
educators who are interested in the same puzzle or who she trusts, or someone outside the
site, such as a University academic or a district coordinator. More than this, however, the
puzzle will invariably have some connection to the students in her care. Students can be
involved as inquirers, learning about their learning, and about inquiry, as they explore an
inquiry question with their teacher. Reflection is best conducted as a social rather than a
solitary practice, and our ideas can be better clarified when we talk with others about them.
As Osterman and Kottkamp argue

Because of the deeply ingrained nature of our behavioural patterns, it is sometimes diffi-
cult to develop a critical perspective on our own behaviour. For that reason alone, analy-
Sis occurring in a collaborative and cooperative environment is likely to lead to greater
learning (Osterman & Kottkamp, 1993: 25, quoted in Zeichner & Lister, 1996: 18).

The wider the question, the wider the scope for involvement of others. An inquiry question
that relates to a whole site demands a much broader involvement. Of course there might be
a small number of staff members who lead the inquiry, but they will find ways of involving
those who are affected by the issue - such as other staff, students, parents and community

“Reflection is best
conducted as a social
rather than a solitary
practice, and our
ideas can be better
clarified when we talk
with others about
them.”
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members — both in the process of reflection and in data gathering.

Another way of looking at the question of who is involved in inquiry is to recognise the
importance of looking outside the specific workplace for ideas and inspiration. Inquiry can
be an exercise in navel gazing, or it can offer a powerful means to looking outwards, engag-
ing with the ideas, innovations and research that are circulating in the wider society. Ques-
tions such as: how do others see this issue? what are others doing? what does the research
tell us? - are all ways of expanding the possibilities of inquiry.

2.4 How does inquiry happen? And what skills are needed?

It should be clear from the previous sections that inquiry is not a ‘thing’, such as a model or
series of steps or procedures. While it involves logical problem-solving processes, it also
involves intuition, passion and emotion. It is a holistic way of working and responding to the
many issues and dilemmas that emerge in any workplace. Educators who are inquirers will
never announce that they ‘do’ inquiry, thus separating the activity from their professional
being. Rather they might describe how they work — that is, the ways in which they inquire
into their professional practice and how they are always striving to develop and expand their
capacity to inquire.

There is a range of ways in which a process of inquiry or reflection can be facilitated. Over
the course of their professional careers, educators might develop a suite of inquiry ap-
proaches and techniques, a sort of inquiry toolbox. The key characteristic of each approach
is that it is designed to facilitate critical reflection. Inquirers will continue to work to sharpen
these through practical experience and reflection, and to add to the tool-box by exploring
new approaches. The approaches include:

e action research, where the educator identifies an issue/puzzle/contradiction; gathers data
in relation to the issue, draws on research, analyses the data, theorises a strategy, acts
and reviews;

e critical dialogue, where a group of educators meet regularly and engage in a form of
critical discussion, typically involving one member describing a practice or a dilemma in
his/her teaching and the group interrogating the assumptions and beliefs about learning
upon which that practice is based. This often leads to new strategies or approaches (e.g.
Smith-Maddox, 1999);

e classroom/work-place observations, where individuals, pairs or groups can observe each
other teaching as a part of the process of collaboratively exploring an issue. They might
describe what they see (in written form or orally) and then analyse and interpret these
observations through reflection and critical discussion, in order to develop new strate-
gies in relation to the issues/problems identified;

e journals, where educators write regularly in journals about their work, recording their
criticisms, doubts, questions, successes and joys. Looking over these at intervals can
often reveal some rhythms or irregularities that are not picked up when there is a focus
on individual events or practices;

“Over the course of their e critical data analysis, where educators interrogate data (gathered by them or by the sys-

professional careers, tem), seeking to reveal issues or interesting observations that might form the focus of
further inquiry;

e appreciative inquiry, where educators gather data about successes and try to under-
stand the factors that promote these, rather than focusing on problems. This form of

approaches and inquiry starts with the assumption that whatever you want more of, already exists in an

techniques, a sort of organisation. It is a matter of examining the whole, not looking at the separate parts of a
system that are not working;

e portfolios, where an educator compiles evidence of successful development in his/her
work. Portfolios foster reflection because they cause the educator to identify profes-
sional strengths and weaknesses.

e writing, where educators use various approaches to reflect on their work, including nar-
rative inquiry (involving story-telling), and proposal writing (involving research and the
development of a reasoned argument, much like this paper);

e text analysis, where educators analyse policy and other texts in order to unearth as-
sumptions and theories and to subject these to critical analysis;

e program evaluation, where educators seek to assess the outcomes of particular activi-

educators might develop
a suite of inquiry

inquiry toolbox.”
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ties, using approaches that range from goal-based evaluations to those that are open-
ended and responsive.

It should be noted that each of these approaches to inquiry can be used in different ways for
different purposes and with different starting points. They are not self-contained. For exam-
ple, peer observation might unearth a classroom dilemma; or it might be an approach to
further understanding the nature of an issue that has been identified through systematic
journaling; or it might be a way to monitor a strategy that has been decided on through
critical dialogue.

Each of the inquiry approaches described above requires a number of skills and techniques.
These too should be part of an inquiry tool-box. All of these skills are action-oriented — they are
used in the service of enhancing student learning —and include the capacity to:

e clarify meaning;
e identify issues/problems/dilemmas/puzzles/successes;
e develop inquiry questions;

e collect data (e.g. through observation, documentation analysis, photographs, audio or
video recording; quantitative data; interviews; questionnaires);

* |ocate and draw on research;

e critically interrogate practice and data;

e analyse/interpret and theorise quantitative and qualitative data;

e develop and implement strategies to enhance student learning outcomes;

e assess the extent to which strategies or action have improved learning or the learning
environment.

It is crucial to recognise that each of these approaches to inquiry has a body of research
literature behind it. This suggests that an inquiry tool-box needs to be built carefully. It might
involve selecting an approach, reading about it, talking with people who have used it, ex-
perimenting with it and documenting experiences, and reflecting on the approach itself as
well as the focus of the inquiry in which it has been used. No education system or single
institution should simply exhort people to engage in inquiry without an acknowledgement
that inquiry skills need to built thoughtfully and systematically.

2.5 What sort of environment and dispositions are needed for inquiry?

Inquiry will only flourish in conditions that promote it. Since the basis of inquiry involves self
and collaborative critical reflection about established practices and routines, it presumes an
institutional and system-wide environment of trust. That is, educators must feel that they
can reveal aspects of their practice about which they have concerns and explore these
without it counting against them. A culture of inquiry would also be one that celebrates
discussion and debate. However, such an environment demands a number of characteris-
tics, not the least of which is that such debate is civil and respectful, where people are not
put down or demeaned for holding different view points, where there is a genuine attempt to
listen to all, not just the most powerful, and where there is a plentiful supply of good humour.

In addition there are also a number of dispositions that are integral to reflective practice and
inquiry. The famous American educational philosopher, John Dewey (1933), argued that
there are at least three dispositions that are preconditions for reflective action:

e openmindedness, by which he meant an active desire to listen to more than just one
side, giving full consideration to different perspectives and alternative possibilities;

e responsibility, by which he meant the capacity and commitment to carefully consider the
personal, academic and social consequences of actions;

e wholeheartedness, by which he meant a willingness to critically examine one’s assump-
tions and beliefs, as well as the results of actions, always with the intention of learning
something new.

2.6 What is the difference and relationship between inquiry and research

Some sections of the reflective practice/inquiry literature refer to it as teacher research.
For the purposes of this paper, | have chosen not to take this path, preferring instead to

“Since the basis of
inquiry involves self and
collaborative critical
reflection about
established practices
and routines, it presumes
an institutional and
system-wide environment
of trust.”
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understand research and inquiry as closely related but separate activities. The main rea-
son for doing this is to lift the burden of being a researcher from the shoulders of busy
practitioners.

There are a number of characteristics of properly constituted research, including that it uses
appropriate research methods and methodologies, builds upon the literature in the area
being researched, is an accessible activity open to peer review, and that the knowledge that
is produced is applicable to other researchers and research contexts. Sometimes inquiry
may meet these requirements, often it will not. This does not make inquiry, defined as rigor-
ous and systematic thinking about professional practice, a lesser activity. It makes it a differ-
ent activity. Often inquiry will involve drawing on research to illuminate certain issues; and
sometimes it may even move into being research, but this needs to be the result of con-
scious decision-making.

“It is just as crucial that For the purposes of this paper, | argue that all educators should be inquirers into educational
practice; and that some educators may be researchers. This distinction emphasises the

institutions as a whole importance of the one to the other, but removes from practitioners the unrealistic expecta-

(such as schools and tion that whenever they embark on a process of inquiry they must conform to the widely
centres) and the central accepted conventions of research.

and district offices of The distinction between inquiry and research also points to the centrality of research to a
education systems, model culture of inquiry. Published research should be a rich source of information for those en-

gaged in reflecting on their work practices or in developing policy, provided that it is not
simply transferred unproblematically but is read in the context of the issues being explored
through inquiry. More than this, research can suggest different ideas and directions. It en-
sures that inquiry is open not closed, expansive not constrained. In this way inquiry and
research can be seen as different sides of the same coin.

and support inquiry.”

3. Why do we need a system-wide approach to inquiry?

In the first section of this paper | argued that inquiry should not be seen as an add-on or a
project, but rather as a way of professional being for the educator of the 215t century. But
this does not mean that the onus should fall solely upon educators in sites to develop and
practise inquiry capabilities, even though site-based educators are the dominant focus of
the literature on inquiry. It is just as crucial that institutions as a whole (such as schools and
centres) and the central and district offices of education systems, model and support in-
quiry. Unless this happens, inquiry approaches are destined to be constrained at best and
fail at worst.

The focus on individual teachers in the inquiry literature has prompted some to call for
educational institutions to create communities of action and inquiry. Wells (1994) for exam-
ple, argues that inquiry and research should focus on whole school/centre improvement,
not just individual classroom improvement, and that the policies, artefacts and processes of
the site should be consistent with inquiry. This is an important step, but in my view going
beyond individual educators to the whole school/centre level is still not sufficient.

The operations of district and central offices are also fundamental to inquiry and research.
Unless they are consistent with inquiry they can actually work against it. This means more
than providing central and district office support to sites. It also means developing policies
and processes relating to such areas as planning and reporting, curriculum, and human
resources in ways that both model and sustain inquiry and research. In another context,
Fullan (2003) calls this a ‘tri-level reform’ model where the interaction between the layers of
the system mutually reinforces the reform aspirations. This may seem obvious, and yet de-
spite plentiful rhetoric, to my knowledge there are no education systems in the world that
have consciously organised their policies and practices such that they are consistent with
inquiry and research. South Australia is taking the lead in this regard.

However, change of this magnitude will not happen overnight. It demands wide-ranging
discussion in the education community about what a system-wide approach might look
like; and a willingness to live with the inevitable contradictions that emerge through this
discussion. There is a deeply embedded history in education systems that cannot change
by fiat. Policy artefacts, ways of forming and conducting relationships, ingrained cul-
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tural mores and established practices have operated for so long that they appear natu-
ral. They will only change through deep system-wide conversations, conducted with
respect and good humour, where taken-for-granted ways of doing things are challenged
and alternatives explored. In the meantime we will have to learn to live with the inevita-
ble disjunctions between the aspiration and the reality. The extent to which educators
can accommodate the contradictions of a system in transition will be a measure of its
chances of success.

Finally, such change must be underpinned by a sturdy theoretical framework. This theoreti-
cal work should be informed by an analysis of the dominant ways in which education sys-
tems are structured, and it is to that task that | now turn.

4. Challenging the dominant model of educational organisation,
change and improvement.

Most education systems operate through a model which constructs teachers as the imple-
menters of plans, policies and products developed by others. This model is illustrated in
Diagram 1. Now | hasten to qualify what follows by emphasising that models like this can
over-simplify or distort what actually happens. For example, this and subsequent diagrams,
represent central office, districts and sites as separate entities. Clearly the interrelationships
between these arenas are far more complex and diffuse than this. Indeed, | will point later to
a number of initiatives in South Australia where there is a close and supportive relationship
between the Central Office and sites. On the other hand, such diagrams can be useful in
making some general points about each arena and it is for that purpose that the model is
used here. In this case the diagram is designed to demonstrate the dominant emphasis in
most education systems.

DIAGRAM 1

External Factors Plans, Products, Policies
DISTRICTS
& SITES
CENTRAL OFFICE
Inquiry

7

Government Priorities

THE DOMINANT MODEL OF EDUCATIONAL CHANGE

In this dominant organisational model, a policy, plan or product is developed in central
office — usually as a response to emerging needs or a government priority - and the task of
districts and sites is to implement that policy. The extent to which this happens in isolation
from sites varies depending on the system. In South Australia there is a history of
widespread consultation in relation to major policy developments, such as the official
curriculum. For other policies, there is usually some form of consultation or, at the very
least, attempts to use anecdotal evidence from the field. This contrasts with some
jurisdictions where consultation is limited and where there is a high level of central

“The extent to which
educators can
accommodate the
contradictions of a
system in transition will
be a measure of its
chances of success.”
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prescription. Nonetheless, in both cases consultation about a policy or product is
invariably about the detail - it rarely involves input into the process of conceptualisation.
The sorts of questions that sites ask in this model are: How do we implement this? How
do we achieve these targets? In addition, the consultation process itself is usually in
relation to the ‘product’ or ‘policy’ at a particular point in time: it stops when the
development phase is over.

This model does not of itself prevent practitioner inquiry, as the arrows in the diagram’s
right hand circle indicate. And indeed there are a number of examples in South Australia of
Central Office and/or District Offices providing resources to support sites to engage in
inquiry. However, there is no systematic way by which the knowledge and insights that
emerge from inquiry, or the issues that are identified as a consequence of it, are fed into
the policy making process on a regular basis. Inquiry is confined largely to the site, im-
proving classroom practice but contributing only marginally to the wider professional knowl-
edge in the system.

There are a number of problems with this dominant model. First, the model impoverishes
the knowledge base for educational policy making. By foregrounding bureaucratic knowl-
edge, the model marginalises arguably the most consequential knowledge in an education
system - site-based knowledge-in-action, that is the knowledge produced by educators in
the context of working with children and young people.

Second, the model promotes a facade of change. All that has been discovered about edu-
cational change over the past 20 years tells us that change occurs when those whose prac-
tice is the focus of change are involved in the process of challenging and rethinking the
assumptions and theories upon which their practice is based (e.g. Fullan, 1999, 2001, 20083).
Unless this happens, imposed change in the form of a new ‘product’ is simply filtered through
the lens of established beliefs and practices, and is colonised by that practice. The same
things are done with new labels.

Third, the model limits the possibilities for real improvement, because it does not encour-
age educators to focus on deepening their understanding about teaching and learning. It
implies that new products (a new resource, curriculum or off-the-shelf model) can solve
teaching issues or problems. This is not to denigrate the use of quality resources, rather to
make the point that the use of these resources is most powerful in the context of inquiring
into possible answers to teaching and learning issues, not as something to be seen as a
magic elixir for all contexts. For example, if educators are grappling with questions and
issues associated with, say, teaching literacy, they may be greatly assisted by the provi-
sion of a quality resource. But in a culture of inquiry they would not simply transplant these
resources unproblematically into their different contexts. The resource would be assessed
against its capacity to help address the kinds of issues that have been identified through
inquiry, and would itself become the focus of ongoing inquiry.

Finally the model promotes superficial forms of external accountability. It understands ac-
countability to mean closing the gap between what is developed (or aspired to) centrally and
the ‘outcomes’ in sites. When the gap refuses to close, the fault is invariably located with
sites. This is a spurious form of accountability because it encourages educators to hide
issues and problems, rather than discuss them openly. In so doing, it contributes to the
privatisation of professional practice. Real accountability comes from genuine attempts to
deepen understandings about teaching and learning through inquiry and research, in an
atmosphere of collaboration and trust. Imposed accountability encourages smoke screens;
real accountability is transparent.

In summary then, the dominant model of system organisation establishes a dislocation
between Central Office and sites that cannot be papered over by rhetoric about partner-
ships or breaking down silos. The model creates its own logic and dynamic. On the basis
of this model, the response to the new demands of the contemporary environment is to
develop another product or policy. Consider the number of education systems around the
world which are in the process of constructing a new official curriculum to meet the chal-
lenges of ‘new times’. Inside each of these new curriculum artefacts beats the heart of the
old model of change. What is an alternative? How else might a system operate? It will be
argued that approaches based on inquiry and research suggest a way to challenge this
dominant model.
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5. Conceptualising a culture of inquiry and research across DECS

Diagram 2 represents a different way to think about the system and its approach to
educational change and improvement. In this model, inquiry has been added to the mix
in a way that alters the dynamics and logic of the system. It is the fuel that makes the
system work.

DIAGRAM 2

External Factors Plans, Products, Policies
DISTRICTS
CENTRAL OFFICE &SIIES
(Inquiry & evidence
based policy) .
Inquiry
Government Priorities M
Knowledge/insights
& Issues

AN INQUIRY BASED MODEL OF EDUCATIONAL CHANGE

The right hand side of the diagram is based on the assumption that a full blown system-wide
culture of inquiry and research is in place. In sites, educators are engaged in inquiry and
research into the issues, problems, puzzles and dilemmas associated with their educational
practice. The new knowledge and the issues that emerge from this process feed back into
classrooms and sites, deepening learning and reinvigorating professional discussion and
debate.

But more than this, there are structures and processes in place that enable these insights
and issues from inquiry to be aggregated and responded to at a District level (e.g. in the
form of professional development support), and at Central Office level (e.g. in the form of
changing policy or providing resources to meet emerging demands).

It is important to understand that this model is not a ‘bottom-up’ approach. Rather, it is
constructed upon an understanding that there is an iterative dynamic between the vari-
ous layers of the system. This dynamic does not obviate the continued need for the
central identification of systems priorities. The government will continue to express pri-
orities, although they may be affected by the knowledge that is being produced and the
issues that are being identified by sites. But much of the work of Central and District
Offices will involve responding to the implications of what is emerging from inquiry and
research in relation to these priorities - meeting the needs identified by sites for learning
and professional development resources, providing arenas in which the new profes-
sional knowledge can be shared and debated, altering policies to reflect new insights,
and so on.

It is also important to understand that the model is not suggesting that the only worthwhile
knowledge is that produced in sites. Far from it. The sort of inquiry being argued for here will
draw upon innovative ideas and the latest research, produced in other contexts and other
countries. Indeed, it may be that the system could establish a group, centrally-based, whose
function it is to keep ideas circulating in the system, challenging established practices and

“In this model, inquiry

has been added to the

mix in a way that alters
the dynamics and logic
of the system.”
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sacred cows. And there would be a close relationship with the educational research com-
munity, with a constant and interactive flow of people and ideas. But the difference is that
these ideas would not be imposed. They would be treated as part of an inquiry-mix, exam-
ined systematically by those engaged in the business of educating.

It will be apparent that the dynamic here is very different from that of the dominant
approach. Rather than responding to the challenges of contemporary times by develop-
ing new products, this model focuses on the processes of inquiry and research and the
development of professional capacity through a dynamic relationship between centre
and sites. The products and policies follow. Put another way, the sorts of questions that
sites ask in this model are: What is our current practice in relation to this priority? What
are the issues? What do we need to know about these and how will we get the informa-
tion? What support do we need? What should we aim to achieve? How will we know if
we get there?

“...this model focuses on In my view there are a number of advantages of this approach. These are that the model has
the processes of inquiry the potential to:

and research and the e foster deeper understandings about teaching and learning and thus enhance student
development of learning outcomes;

professional capacity ® generate excitement and enthusiasm as educational ideas are discussed and new pro-
through a dynamic :‘srs“s)llgl.wal knowledge is shared within sites, and across districts and the system as a
relatl?nshlp L 2 O ¢ |ead to genuine forms of accountability that are based on collaborative efforts to identify
and sites.” problems and their causes;

¢ make Central Office policy, plans and products responsive to the needs of sites;

e contribute to the breaking down of the ‘them and us’ culture that has developed in edu-
cation systems in the last decade;

¢ |ead to genuine change because it is consistent with what is known about the factors
that promote change;

e ground the idea of a learning organisation and foster powerful professional development
(Dana, Gimbert & Silva, 2001);

e cohere a public education system around a focus on student learning, whilst enabling a
great deal of site and district flexibility.

But just as there are many advantages, so too are there dangers. A key one of these is the
danger of superficiality, where the concept of inquiry is embraced enthusiastically but applied
uncritically to many activities and issues without a deep understanding of the conditions that
are needed for it to flourish. It is crucial that the system moves gradually, thoughtfully and
systematically to build a culture of inquiry. So what needs to change if the system is to move
to this approach? What would be the characteristics of a system that was organised around
inquiry and research? | examine these questions in the next section.

6. Creating the conditions for a culture of inquiry and research

An education system that has institutionalised inquiry and research as a way of system
being would have a number of characteristics. These would be apparent at every layer of
the organization (sites, District Offices and Central Office). For example, (a) all DECS staff
would possess, and continue to develop, the skills and dispositions for inquiry and re-
search; (b) there would be structures and processes that model and support inquiry and
research; and (c) there would be an environment that nurtures the conditions for inquiry
and research. These three characteristics and the arenas in which they operate are repre-
sented in Diagram 3.

It is important to understand that we are not starting with a blank slate. There are a
number of activities within DECS that contribute to the development of each of these
characteristics. | will refer to these in the following sections as | canvass what each
characteristic entails and as | explore some of the possible questions/issues that each
suggests.
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DIAGRAM 3

Skills and dispositions for
inquiry and research (see 6.1).

Structures and processes that
model and support inquiry
and research (see 6.2).
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6.1 Skills and dispositions for inquiry and research

An inquiry-based education system would be committed to the ongoing development of
the skills and dispositions needed to engage in inquiry, for all those working in sites and
for those who support the work of sites. These include the kinds of knowledge, skills and
dispositions that are listed in 2.4 and 2.5 above. There are a number of system-wide ac-
tivities and programs already in place that develop some of these skills and dispositions.

Site-based and District-based inquiry

Across the system there are examples of sites that have made inquiry and research the
centre-piece of their work, and a number of Districts that have made the idea of learning
communities a central theme of District professional development. Some of this work has
been documented and illustrates the many ways in which inquiry can become a way of
professional life, informing all aspects of the life of the site. It is important that these materi-
als are made available across the system so that educators can share the problems and
possibilities associated with inquiry.

Central office support for site-based inquiry

In addition to site-based examples, there are a range of projects and processes developed
and offered by Central Office for those in sites to strengthen and expand their toolbox of
inquiry capabilities. For example:

e since 1999 the Learning to Learn Initiative has worked with site-based educators and
central office staff exploring school, curriculum and system redesign. This includes chal-
lenging established thinking through a Core Learning Program which engages leading
educational researchers and sites in ongoing critical dialogue; and through exploring
site-based inquiries through learning circles.

e many sites have been involved in the Australian Government’s Quality Teaching Program
(AGQTP) exploring aspects of their practice through inquiry-based approaches;

e the South Australian Centre for Leadership in Education (SACLE) has been involved in
providing programs that continue to challenge the thinking of those in leadership positions.

e many site-based inquiry projects are supported through the work of the Learning Out-
comes and Curriculum Group (LOCG), including the Using Data Project, the Pedagogies
for Participation and Engagement project, and many action research projects focusing
on such diverse areas as the early years, literacy and numeracy, drug strategy, health
and physical education, and ICTs.

“An inquiry-based
education system would
be committed to the
ongoing development of
the skills and dispositions
needed to engage in
inquiry, for all those
working in sites and for
those who support the
work of sites.”
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e the Quality Improvement and Effectiveness group has developed an approach called
High Performance Outcomes which explores a range of ways by which educators can
investigate aspects of teaching and learning;

e the Accountability and Strategic Futures Group offers workshops and seminars on ways
to interrogate the quantitative data produced by the system.

Central office inquiry

A system-wide approach to inquiry will also involve staff working in Central Office continu-
ally refining and expanding their inquiry capabilities. As with sites, there are examples in
Central Office where inquiry and research are important elements of work practice. This
includes those groups committed to evidence-based policy and to the development of the
skills to be able to draw upon and use research in the formulation of policy advice; and those
groups who use a range of inquiry approaches to explore the puzzles and problems that
emerge in their work.

Central Office support for inquiry

There are also some programs and resources dedicated to professional learning within
Central Office itself. An aspect of this work contributes to the development of inquiry
capabilities. For example:

e the Learning Edge Leadership Strategy (LELS) focuses on developing the knowl-
edge and skills for a learning organisation through an ongoing professional learning
process that challenges ways of thinking about central office work. In addition, the
LELS program involves the establishment of ‘office work’ projects where staff use
an exploration of issues in their work to develop and reflect on skills of inquiry;

e a DECS Organisation Development Framework resource has been developed to
help focus on building internal capacity for responsive organisational change. The
framework can assist in the process of review, planning and priority setting.

“..it is important that the All of this activity needs to be nurtured and expanded. These are not competing activities:
development of inquiry they all contribute to the professional ferment of discussion and debate that is so central to
o . a culture of inquiry and research. Their diversity underlines the fundamental point that there
capabilities occurs in a is no one right way, no inquiry model that can be applied for all situations in all contexts.
coherent and systematic
way.” Having said that, it is important that the development of inquiry capabilities occurs in a

’ coherent and systematic way. It may be time for the system to conduct a stocktake of the
resources and programs supporting the development of inquiry capabilities, in order to identify
what is available and where there are gaps that need to be filled, or inconsistencies that
need to be ironed out. Such a stocktake would emphasise the valuable work that is being

done and connect the programs conceptually as part of a coherent system-wide approach.

But beyond these existing programs, there may be need to explore additional ways to refine and
expand inquiry capabilities. These might include examining ways in which DECS can connect
with industry partners, such as the Universities, to offer inquiry-based professional development
programs and/or enable credit for inquiry programs to contribute to further study. It might also
include working with the Universities and their pre-service teacher education students to explore
approaches to linking students to inquiry projects, thus providing an inquiry resource to sites
and a valuable learning experience for students (e.g. Reid & O’Donoghue, 2004).

6.2 Structures and processes that model and support inquiry and research

An education system that is organised upon a culture of inquiry would ensure that its struc-
tures and processes at every level, from the classroom to Central Office, are consistent with,
and promote, inquiry. For example:

e the system’s processes of planning and reporting would facilitate inquiry;
¢ District teams would be a key resource in supporting sites in their inquiry work;
e alllayers of the system would have access to the latest research and innovation in education;

e sites and Districts would organise avenues through which the knowledge and issues
emerging from site-based inquiry can be shared across the system;
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e system policy would be evidence based, informed by the knowledge and issues that
emerge from site-based inquiry, and by research;

e the system would encourage the lively exchange of different points of view within its
institutions and across the system at large through, say, forums, research expos and
publications;

e curriculum processes would reflect what is emerging from inquiry projects, for example
through the provision of resources and/or the amending of curriculum policy;

e professional development programs would be organised about and through inquiry; and
e there would be a constant examination of the factors that impede and promote inquiry.

This is a disparate list of possibilities and it is certainly not exhaustive. | have avoided being
too specific because it will need a lot of discussion and debate before it will be possible to
get a sense of what an education system organised around inquiry might look like. Again,
we need to be thoughtful and systematic as we consider every aspect of the system, asking
the questions: what would XX look like in a culture of inquiry? What needs to change to
make XX more consistent with inquiry?

At the same time, some concrete examples might help the reader to ground the idea of a
system-wide approach to inquiry and research. The following scenario is offered in that
spirit. It attempts to pull together some of the possibilities listed above.

A scenario for system-wide inquiry

In my scenario, | am assuming that the structures and processes of the system will support
idiosyncratic inquiry involving educators deepening their understanding of teaching and
learning by exploring those aspects of their professional practice that are of interest or
concern to them. But at any one time there might also be a system-wide inquiry focus. This
would aim to foster a system-wide professional conversation around an aspect of profes-
sional practice. What might it look like?

In this scenario, it has become apparent from inquiry processes across the Districts that
there is need to place a system-wide focus on assessment and reporting of student learning.
Sites have included inquiry questions related to this topic in their Site Learning Plans (SLP),
and have described the inquiry approach(es) they intend to use to explore the question(s),
how they plan to proceed (eg what data they intend to gather) and what they hope to achieve.

Each District Office team has used the SLPs to begin the process of developing the District
Learning Plan (DLP). This sets out the ways in which the District intends to support sites, and
has a section related to this common focus on assessment and reporting. This section in-
cludes professional development activities, the dissemination of research and professional
journal articles on assessment and reporting, the development of resources, and the linking
up of sites within and across Districts that are interested in the same aspect of the topic. It
also includes some across-District activities. District staff will be key resources in supporting
this process. They will draw upon the expertise of those in Central office, especially in the
Learning Outcomes and Curriculum Group, to assist them. Near the end of the year, the
District Offices will help to disseminate and/or publish some of the new knowledge that has
been produced through inquiry.

At the end of the period of common focus, each site will include in its annual report a brief
description of their inquiry questions, what they found out, what the issues are and what
support they need, and where they intend to go next. These reports will be examined by the
District Office teams who will aggregate some of the key insights, issues and knowledge that
has emerged across the District. The Districts will then share this information. Common
themes, such as the need for certain resources or professional development activities may
be referred to Central Office for consideration. Themes that are specific to certain Districts
may be addressed at the District level. This information, as well as the new questions and
issues that have emerged from inquiry will form part of the SLPs in the following year, and
the next round of inquiry.

A common system-wide focus for inquiry like this is promoting a sense of a public education
system working on continuous improvement in a rigorous and systematic way, whilst still
allowing for local flexibilities. The outcomes of the different approaches and projects are
published each year, adding to the sense of building new professional knowledge about
teaching and learning.

“An education system that
was organised upon a
culture of inquiry would
ensure that its structures
and processes at every
level, from the classroom
to Central Office, are
consistent with, and
promote, inquiry.”
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based system would be one
that consciously builds an
environment that nurtures
the conditions within which
inquiry and research can
flourish and grow.”
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This scenario is fanciful and is only one of many possibilities. The point is that a commitment
to inquiry has implications for almost every aspect of the structures and processes of DECS.
It demands a system-wide conversation, canvassing such questions as: What structures
and processes inhibit inquiry? How can we change these? What can schools, Districts and
Central Office do to create the time for inquiry to occur? What are the mechanisms by which
the system can use the knowledge and insights that emerge from inquiry to inform policy?

6.3 An environment that nurtures the conditions for inquiry and research

The culture of an inquiry-based system would be one that consciously builds an environ-
ment that nurtures the conditions within which inquiry and research can flourish and grow.
These conditions need to be a common denominator across the system. They include the
nature of relationships and the conduct of professional conversations, and they need to be
explicit and never taken for granted. In my view the sorts of conditions that foster deep and
transparent critical inquiry are ones that:

e encourage discussion and debate, involving the widest range of voices possible;
e reject certainty and dogmatism;
e recognise that there is no one right way to approach complex educational issues;

e are based on trust, where people feel free to talk about difficulties and concerns in their
teaching;

e provide avenues for all participants to have a voice, and do not allow the strongest voices
to dominate;

e model inquiry at all layers of the system;
e are respectful, tolerant and civil.

Perhaps the system could sponsor a professional discussion aimed at developing a sort of
inquiry charter that might become a reference point for people across the system?. Such a
discussion might canvass questions such as: What sort of culture do we want in DECS?
What are the blockages to establishing such a culture? What are some of the ways to nur-
ture and sustain a culture like this? What do we want DECS culture to look like in five years?

In summary then, the three arenas - sites, District Offices and Central Office —raise a number
of questions that need to be addressed when thinking about the development of a system-
wide culture of inquiry. These are represented in Diagram 4 below.

DIAGRAM 4

Building the conditions for a culture of inquiry & research

Capabilities Structures & Processes Environment
- What sort of
environment do we

want in DECS?

- What are the
blockages to
establishing such an
environment?

- What are some of the
ways to nurture and
sustain an inquiry
culture?

- How does the
system currently
support the
development of
inquiry capabilities?

- What are the gaps?

- What structure & processes
inhibit inquiry? How can we
change these?

- What can Sites, District
and Central Offices do to
create time for inquiry to
occur?

- What are the mechanisms
by which the system can
use the knowledge and
insights that emerge from
inquiry to inform policy?
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7. How might a culture of inquiry be constructed and supported
across DECS?

7.1 Agreeing on some principles of change

Moving to a culture of inquiry will not happen overnight. It will have to be built thoughtfully
and systematically, and it needs to be sustainable. Hargreaves and Fink (2003) describe this
as moving beyond the notion of implementation of change towards the institutionalization of
change. For them, sustainable change involves building long-term capacity for improve-
ment, not squandering resources on glamorous pilot projects that burn brightly for a time
and then vanish without a trace. Sustainable change cultivates and recreates an ‘educa-
tional ecosystem’ that promotes diversity and creativity not standardisation. In short, sus-
tainable change

...Is enduring, not evanescent. It does not put its investment dollars into the high profile
launch of an initiative and then withdraw them when the glamour has gone. Sustainable
improvement demands committed relationships, not fleeting infatuation. It is change for
keeps and change for good. Sustainable improvement contributes to the growth and
good of everyone, instead of fostering the fortunes of the few at the expense of the rest.
(Hargreaves and Fink, 2003: 694)

Clearly it will take longer than one year to build a system-wide culture of inquiry that is
sustainable. In my view it should be something that is aimed at over a period of at least five
years. Given the extent of change that is required, it will be important to establish some
agreed principles upon which to base an approach to system-wide change of this nature. |
would maintain that the following sorts of principles are consistent with the approach to
inquiry and research that has been argued for in this paper. That:

e change of this magnitude can only grow from the engagement, ownership and commit-
ment of educators. It cannot be imposed;

¢ change should be gradual, thoughtful, systematic and sustainable;

e the change process recognises that educators vary in terms of inquiry capabilities, from
those who are highly experienced and skilled to those who have limited or no experience;

e the process of fostering inquiry itself should reflect the spirit of inquiry;

® the process should recognise and build on those activities and processes in the system
that are consistent with inquiry;

e the process should focus on developing the environmental conditions, inquiry skills and
dispositions, and the structures and processes needed to support inquiry across the
whole system;

e the change strategy focuses on developing the resources that exist in the system to
support sites.

7.2 What has happened so far?

In this paper | have argued that a system-wide culture of inquiry needs to move beyond a
focus on educators in sites (although the important work that is happening there must con-
tinue to be supported and expanded), to include all layers of the system, its structures and
processes and its environment. The purpose of my secondment to DECS in 2004 is to play
a small part in getting this process underway. | understand my role to be identifying the level
of interest in inquiry across DECS; working with individuals and groups to conceptualise
what a system-wide culture of inquiry might look like; and contributing to the process of
starting to build it. | have divided this role into three stages.

Stage 1: Term 1, 2004 - Ascertaining Interest

In my view it would have been pointless to develop a strategy to advance a culture of inquiry
unless there was interest and support from the field. In Term 1, 2004, | spoke at many
District forums, conferences and meetings, as well as at a number of schools. At these
meetings | argued the case for an inquiry-based approach, and sketched out a possible way
to conceptualise a system-wide approach to inquiry and research. The ensuing discussions

“Moving to a culture of
inquiry will not happen
overnight. It will have to
be built thoughtfully and
systematically, and it
needs to be
sustainable.”
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have been instrumental in shaping the basis of the ideas and approaches suggested in this
paper. At each of these forums it became clear that the idea of developing a culture of
inquiry resonated with many educators.

Stage 2: Terms 2 and 3, 2004 - Identifying ways forward

The next stage involved grounding the idea. The District Offices were chosen as the starting
point, not least because they are (a) the major resource supporting sites; (b) the place where
central policy is mediated for sites; and (c) the arena through which aggregated site needs
and insights can be channelled to Central Office. They constitute a major arena for the sort
of change demanded by a shift to a culture of inquiry.

It was agreed that a number of two day conferences would be organised for those Dis-
tricts that wanted to participate in Stage 2. Each conference would involve about 30 peo-
ple per District, comprising the District team and educators from sites nominated by the
District office. The purpose of each conference was to deepen understandings about in-
quiry, and to explore what a culture of inquiry might mean at the site and District levels and
how it be achieved. In addition, conference participants are exploring one key policy -
planning and reporting — with staff from Central Office with responsibility for this policy, in
order to identify the ways in which it might be adapted/modified to be more consistent
with a culture of inquiry.

The level of interest among Districts has been high and at the time of writing a number of
“The aim is that by the end conferences have already been held, and more are planned for Terms 3 & 4. The aim is
of the year, each that by the end of the year, each participating District will have a humber of people who
have further deepened their understanding of inquiry, extended their capacity to support

R e sites in their inquiry work, and identified the processes and structures through which this

have a number of people can happen. In addition, the exploration of aspects of Central Office policy will begin the
who have further process of identifying how system-wide policies and processes can be consistent with
deepened their and facilitate inquiry.

understanding of inquiry.”
Stage 3: Terms 3 and 4, 2004 - Embedding inquiry

Now that it is clear that there is widespread interest in developing a system-wide culture of
inquiry, it is important to start planning the ways by which such a culture might be sustained.
In the second half of the year there will be a focus on identifying (a) how Districts can be
supported to embed a culture of inquiry across the District (this will include a focus on
building sustainable capacity for ongoing support of sites) and (b) what mechanisms might
be established to review and amend key system policies and processes to ensure that they
are consistent with and can sustain a culture of inquiry.

By the end of the year, sufficient information will have been gathered to begin to develop a
tentative medium to long-term plan to build and support approaches to inquiry over the long
haul. It will include how system-wide mechanisms can support inquiry; the means by which
insights from inquiry can be shared across the system; strategies to further develop re-
search and evidence-based approaches to policy; and ways to promote a system-wide
conversation about teaching and learning. This plan will be developed through an iterative
process with Districts and Central Office.

8. Conclusion

Around the world, education systems have responded to the challenges of the contemporary
environment through increased managerialism. This approach has been largely discredited
in the educational literature, and yet there have been few, if any, attempts to establish
alternatives across a whole education system. A system-wide approach organised around
inquiry and research offers a powerful alternative strategy because it is so suited to the
demands of the contemporary world. Through this approach South Australia is well placed
to fashion itself as a centre for educational innovation and as a place where improved student
learning outcomes are achieved through an education system that values and supports the
complex work of educators.
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" Professor Alan Reid has been seconded from the University of South Australia into DECS
for a period of twelve months to explore the development of a system-wide culture of inquiry.
He is also a member of the three-person SACE Review Panel.

Endnotes

2 Whilst this paper focuses on educators as inquirers, it is important to note that any process
of inquiry will need to involve learners in thinking through some of the issues that affect their
learning. That is, students should also be understood as inquiry participants, not as simply
the objects of inquiry.

3 The norms developed by the Australian National Schools Network (ANSN) and used by a
number of sites in South Australia would be a useful starting point for such a charter.
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